This study examined the effectiveness of the use of introductory organizers in presenting affective television materials to a college-level audience. Introductory organizers tested were a program title and an advance organizer. Course level (beginning vs. more advanced chemistry classes) represented the third variable in the 2X2X2 factorial design. Multivariate and univariate analyses were made of data obtained from 943 students and 54 teachers. Results showed that the advance organizer significantly increased student comprehension but had negative affective consequences. The program title also inhibited the more advanced students' perceptions of the personal value and relevance of the instructional material.
The effective use of advance organizers with written materials has been established by several investigators (Ausubel, 1960; Ausubel & Youssef, 1963; Kuhn & Novak, 1971; Romberg & Wilson, 1973; Schnell, 1973) . Providing the theoretical base for such inquiry, Ausubel (1968, p. 148 ) has described advance organizers as materials presented at a high level of abstraction, generality, and inclusiveness that can serve as anchoring ideas for the information to be learned. They can be written in statement or question form, since questions introducing superordinate concepts precipitate a set to subsume facts under given ideas (Ausubel, 1978; Rickards & DiVesta, 1974) . Ausubel (1968, p. 332) has also introduced the concept of perceptual organizers, built-in mechanical aids that make material more salient and comprehensible. He includes such examples as underlining, italics, headings, and subheadings.
Although considerable research on organizers has been conducted in the area of prose learning, little work has been done to determine their effectiveness in television and film. One study examining these techniques with television instruction found that the use of advance organizers did not in-crease learning; however, the use of inserted questions that were placed in front of their referent material led to significant effects (Bertou, Clasen, & Lambert, 1972) . A study dealing with perceptual organizers examined the use of titles indicating main or subpoints in films (Northrop, Note 1) . Results revealed that the addition of titles increased learning if the film or subject matter was not well organized. Adding titles to dramatic or narrative film having a logical or chronological organization did not increase learning.
Advance organizers have traditionally been studied with instruction and learning in the cognitive domain. As Hartley and Davies (1976) suggested, however, the basic conceptualization of ideational scaffolding would appear to have relevance for a broader range of instruction, including instruction with affective objectives. The presence of a cognitive component to the formation of attitudes and values has been proposed by several theorists and researchers (Hovland & Rosenberg, 1960; Merrill, 1962; Triandis, 1971) . Support for this idea and its relevance to instruction has come from Gagne (1977, pp. 249-251) , who proposed that the learner must possess some understanding of the concept underlying the desired attitude or value. Although Gagne maintains that concept and information learning are essential prerequisites for acquiring an attitude or value, he nevertheless acknowledges that one can possess knowledge of all-necessary concepts and still not develop or change a particular value.
The focus of this research was to examine the effectiveness of introductory organizers with affective material presented via television. It was hypothesized that such organizers would be facilitative. The two types of organizers tested were (a) perceptual, in the form of a program title, and (b) advance, consisting of superordinate generalizations and conceptual questions.
Method

Subjects
Subjects were undergraduate students and teachers at the University of Nebraska-Lincoln who were in the laboratory sections of the two basic mainstream chemistry courses, Chemistry 109 and 110. Fifty-four sections from the fall 1978 semester, representing all but Saturday classes, were involved. Class sections were randomly assigned by course to experimental conditions.
Individual student scores rather than class scores were used for statistical analyses. Using the subject as opposed to the group as a unit was justified on the basis that class scheduling procedures approximated random assignment. Classes were offered at only three daily time periods, and students registered for a particular lab because it was open and fit their schedule.
Students in Chemistry 109 and 110 differed in experience with college instruction and subject matter knowledge. The two courses were sequential; students had to pass Chemistry 109 before they could enroll in Chemistry 110. Chemistry 109 students were beginning freshmen, and Chemistry 110 students were primarily sophomores. Because of these differences, enrollment in Chemistry 109 (Course 1) or 110 (Course 2) served as a blocking variable. Individual differences related to prior content knowledge have been shown to be a critical measure in producing interactions in filmed instruction (Snow, Tiffin, & Seibert, 1965) , programmed instruction (Abramson & Kagen, 1975; Tobias & Abramson, 1971) , and verbal learning (Cooper & Gaeth, 1967) .
Instructional Treatments
The television instruction designed for this research was a short (2 l /2 minute) vignette concerned with the conflict of job pressures and personal values. The program had two scenes. The first depicted an industrial lab technician questioning a low level of nitrogen in a fertilizer sample. Due to supervisor pressure, however, he changed the results, presumably to reflect a higher percentage. The second scene showed the same worker, now a company official, at a press conference 10 years later denying suggestions that his company had contributed to water pollution. The main idea was one of honesty and the more complex issue was that small compromises in a job situation could potentially lead to a pattern of larger ones.
The 2X2X2 (Advance Organizer, No Advance Organizer X Titles, No Titles X Course) design resulted in the following variations of the television program:
1. Control. This contained no introductory organizers. The opening 20 sec consisted of inconsequential dialogue and action (shots of lab, supervisor's entrance, etc.). This "neutral" material was necessary to insure that the program length was consistent across program treatments.
2. Advance organizer. A narrator delivered narration that was "voiced over" the video of the opening 20 sec of the control program. The narration consisted of generalizations about the value issue and conceptual questions intended to precipitate a cognitive framework for meaningfully relating the two scenes:
Untested values are the easiest to hold. In the world of work, personal values can come into conflict with company policy or one's own desire to succeed. Is it realistic to believe that you can maintain personal values in the face of job pressures? Can small compromises lead to larger ones? 3. Title. A program title, "Ethical Issues on the Job," was keyed over the opening scene.
4. Advance organizer and title. This variation contained both types of organizers. The title preceded the advance organizer.
Although the audio track of the four segments was necessarily varied, the video was identical, with the exception of titles. All program variations were produced and edited on 2-inch (5.08 cm) broadcast videotape by the Instructional Television Unit of Nebraska Educational Television.
Instrumentation
Two instruments were used in the study, one completed by the student and one by the teacher. The student instrument, consisting of 17 Likert-type items (5-point scale), was developed to measure affective response, program appeal, and comprehension. The affective response variable was computed as an average of student responses to five statements: (a) "The ideas presented in this program are of little value to me." (b) "The program stimulated my thinking." (c) "The program presented issues relevant to my concerns." (d) "It is not important to discuss the issues presented in this program." (e) "The issues presented in this program are important for me to consider." These statements emphasize student attitudes and valuing of the program material and reflect the lower levels of Krathwohl, Bloom, and Masia's, (1964) affective learning taxonomy. The items resulted from a series of factor analyses conducted with data obtained from pilot testing with summer school classes (N = 202). Analytic procedures showed that out of the total 17 items, these five were measuring a common factor.
Students' overall rating of each program served as a measure of program appeal or student "liking" of the program. The third dependent measure, comprehension, was determined through student response to an open-ended question asking them to identify the main ideas or issues presented in the television program. Responses were rated on a five-point scale. An answer of "don't know" or a regurgitation of program events was rated 1; a response emphasizing subject matter concerns instead of value issues (i.e., the need to be accurate in recording data) received a 2; and a description of the issues in terms of honesty or the ethics of data falsification was assigned a 3. Any response rated 4 or 5 exhibited some understanding of the more complex relationships afforded by scene juxtaposition. A response of 4 typically dealt with the ethics of data falsification and industrial pollution, whereas a response of 5 related the two scenes on a conceptual level in terms of personal ethics and compromises in relation to job demands.
The remaining 11 items on the student questionnaire elicited reactions to individual program features (program clarity, situation believability, interest factor, etc.). These items were intended to be used for descriptive purposes in interpreting the statistical data.
The teacher questionnaire asked for teachers' ratings of the effectiveness of the program in promoting follow-up discussion with their class. The discussion dimension was included as an additional low-level affective measure intended to determine how well the instruction elicited student involvement and response to the affective issues presented.
Procedure
To reduce any cohesion effect that might cause one class unit to assume distinguishing characteristics, the treatments were administered during the third week of the fall semester. Programs were shown in students' regular chemistry lab classes and with their usual section teachers as a part of on-going instruction using television resources.
Activities began with the instructor announcing to the class that they would watch a videotape and discuss its contents. Students then viewed the program on color 21-inch (.53 m) monitors and completed the student questionnaire. Once questionnaires had been collected, teachers initiated discussion by asking the first of a series of questions previously provided. All teachers had identical sets of questions. Teachers were told to encourage students to give their own impressions and opinions but were instructed not to interfere with discussion or voice their own opinions. Following completion of the discussion, instructors completed the teacher questionnaire.
Data Analysis
Two 2X2X2 posttest-only designs were used to permit consideration of main effects and interactions. Multivariate analysis of variance (MANOVA) was used with the three student dependent variables (affective learning, program appeal, and comprehension). As recommended by Hummell and Sligo (1971) , the significance testing procedure involved two steps. The first stage consisted of an examination of the multivariate Fs. If a multivariate result was significant, the separate univariate ratios were examined, and follow-up results were computed to determine where the significant effects were located. Use of the multivariate technique was justified by the positive correlations between the three dependent measures. Affective learning and program appeal correlated at .53, affective learning and comprehension correlated at .08, and comprehension and appeal correlated at .07. The decision to use multivariate statistics, which considers all three dependent measures simultaneously, was primarily due to the .53 correlation.
The second analysis involved the teacher ratings of follow-up discussion. Since there was only one dependent measure, univariate analysis of variance (ANOVA) was used.
Results
Results are presented in terms of student reactions to advance organizer and title treatments, followed by the findings related to the follow-up discussion sessions. Table  1 presents a summary of multivariate results. Means for all dependent measures are presented in Table 2 .
Student Response: Advance Organizer Treatments
The MANOVA revealed a significant interaction of course and advance organizer at the .01 level (see Table 1 ). The univariate ratios showed that the only significant result was for the comprehension measure. Follow-up tests made comparisons by course of differences in student responses to the use of this cuing technique. Since there were only two levels of the organizer variable, a t test was used. Results showed that the use of this cuing technique significantly increased comprehension for both student populations: Course 1, t(830) = 1.80, p < .05; Course 2, £(109) = 4.42, p < .001.
Because the advance organizer was effective across both class levels, it was judged appropriate to examine the main effects. The MANOVA revealed a significant main effect for advance organizer (see Table 1 ). Each of the three ANOVAs was also significant, but examination of means in Table 2 reveals an inconsistent pattern of results across the three student dependent variables. Although the advance organizer significantly increased comprehension, it significantly decreased affective response and ratings of program appeal. Table 1 shows a significant interaction of course and title at the .05 level. The only significant univariate result was for the affective response measure. Follow-up tests showed that segments without titles were significantly more effective than those with titles for the more advanced students, £(109) = 2.39, p < .01. There were, however, no significant differences between title treatments for beginning students. 
Student Response: Title Treatments
Teacher Ratings of Follow-Up Discussion
Teacher ratings of the television program's ability to promote follow-up discussion comprised the final dependent measure and analysis. Results indicated no significant differences across course, organizer, and title conditions.
Discussion
Discussion of the results of this study must begin with the relationships between the dependent variables obtained from student responses. The relatively high correlation between the affective response and program appeal measures (.53) contrasted with the lower correlations between these measures and the comprehension variable (.07 and .08). The comprehension measure, concerned with students' ability to infer the main issues or point of the instruction, was cognitive in nature. The affective response and program appeal measures, on the other hand, were both affective. The cognitiveaffective dichotomy exhibited in the dependent measures is evident in the pattern of results. The advance organizer significantly increased comprehension but had negative affective consequences.
The advance organizer provided an inclusive, general structure that appeared to precipitate a conceptual set and aid students in inferring main ideas from specific events. The superordinate concepts in the organizer helped guide subsumption of the more specific material into the suggested framework. Although the advance organizer increased comprehension for both student populations, closer examination of individual student responses revealed some unexpected results. One purpose of the organizer was to provide a structure for the students to meaningfully relate the two program scenes in terms of small compromises in a job, possibly leading to a pattern of larger ones. Some students, however, totally distorted the intent of the introduction to comply with their personal perception. The conceptual question-"can small compromises lead to larger ones?"-in the organizer caused some students to view the problem in terms of small errors becoming compounded with time: "The main idea was showing what a seemingly small lack of concern could lead to. Something taken for granted in a lab report could lead to magnified after effects." These students, attempting to find a story line in the vignette, used the advance organizer to explain the scene progression in terms of plot, not in terms of issues. They misconstrued the generalization according to their personal orientation and perception of the program.
Student responses revealed that the advance organizer facilitated comprehension, but it had the potential to impede understanding of complex issues if not appropriate to student's individual cognitive-mediating processes. Special care should be taken in structuring the content of advance organizers and the instructional material itself to correspond with the learner's personal cognitive structure. What seems obvious and logical to the design team may not be compatible with the learner's internal organization.
Although the advance organizer facilitated cognition, it inhibited affect. A possible explanation is that the structure imposed by the organizer limited students' affective thinking. It provided boundaries of ideology, which restricted individualistic thought and response. Results suggest that students who viewed programs without an organizer were able to internalize the material in an individually acceptable manner, unrestricted by the structure imposed by the introduction. Affect, in terms of student perceptions of the personal importance and relevance of the issues and in terms of "liking" the program in general, was facilitated.
Examination of the descriptive data provides further insight on the effect of the advance organizer. One statement on the student questionnaire was "I had trouble knowing what the main point of the program was." Responses indicated that students seeing advance organizer programs agreed more strongly with this statement than those viewing programs without this treatment. Although objective data indicated that the advance organizer actually increased comprehension, student subjective response was just the opposite. Students thought they understood the program better when the organizer was absent. The structure imposed by the introduction evidently caused the students to feel less confident about their perception of the main issue. The data again suggest that the advance organizer restricted student thinking.
Student subjective responses regarding their perception of the main point suggest an interesting relationship between cognition and affect. The objective data from the study would appear to support the conclusion that comprehension is not necessarily a prerequisite to affective learning. The important distinction, however, is between actual and perceived comprehension. The affective response measure in this study was free of content. The value issue was never specified; statements simply referred to "the issues of the program." Thus, the issue could be whatever students perceived it to be. They could ascribe their personal meaning to the vignette and feel confident that they understood the main point. Affective response, then, was precipitated by this perceived comprehension. This study does not refute the contention of a cognitive component to the formation of attitudes and values. What the study does point out, however, is the individualistic nature of affective response and the necessity that cognition and affect be personally congruent. The study suggests that the relationship between perceived comprehension and affective response is greater than the relationship between actual comprehension and affective response.
Whereas the advance organizer in this study increased objectively measured comprehension and decreased affective response and appeal, use of a program title had a more differential effect. Results indicated that the absence of a title was more facilitative to affective response with the higher level students. The title-imposed structure can be assumed to inhibit affective response in the same manner as the advance organizer. These results suggest that the use of program titles becomes a more critical decision in designing affective instruction for more advanced undergraduate classes.
Results regarding teacher's ratings of follow-up discussion, although not significant, were closely aligned with results of the student comprehension analyses. It was originally thought that ratings of discussion would be indicative of student involvement with the issues and, in this sense, the discussion measure was viewed as affective in nature. In light of the fact that the organizers generally decreased student affect, it would be expected that they would also inhibit discussion. The data, however, suggest that organizers did just the opposite. They facilitated discussion in both courses. A possible explanation is that students were more willing to publicly express their views if they knew they were within the ideological boundaries introduced by the advance organizer. College instruction is a world of facts and figures, not values and feelings. Students have had limited opportunity to discuss value issues in a formal class setting. It would be expected that in public discussion they would rely more heavily on their cognitive response rather than on their affective response. The relationship of cognition and affect in the development of values is clearly a complex one, and further research centering on the contribution of discussion could help clarify the issue.
In summary, the original hypothesis predicting facilitative effects of introductory organizers was only partially supported. Although advance organizers did increase student comprehension, they appeared to limit the personal value students attached to the issues presented and to the instruction itself. If the intent of the television instruction is to provide a stimulus for student consideration of affective issues and internalization of their importance, this study suggests that the use of introductory cuing material may lead to negative results. Such techniques may result in restrictive channeling of student response. It should be noted, however, that these results were obtained from students seeing very short instructional television segments in vignette form. Whether results generalize to longer instructional exposure or to other media formats is undetermined. Results need to be replicated with written materials and television/film formats such as on-camera host or authority figure and documentary. Placement of organizers and alternative presentations using print and aural cues should also be explored.
